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Introducing school-based teacher-led assessments in the Irish school context: challenging the practice of favouring centralized, externally-conducted assessment 10 orientada para promover práticas de avaliação dirigida pelos docentes e orientadas pela Ireland's post-primary schools (students aged between 12-and 18-years of age) was marked by a silence 'filled with the deafening noise of two formal public examinations, which, despite the efforts of the NCCA in its Assessment for Learning Initiative, drowns out the whispers of other assessment discourse' (Looney, 2006, p. 352) . Since then, the locus of assessment discourse has become a somewhat noisier place but the progress of reform in curriculum and assessment has been marked more by questions than answers. Nowhere, perhaps, is this more so than in the story of assessment policy and practice in junior cycle (students aged between 12-and 15-years of age). The story evolves as one of government policy intent on promoting a teacher-led, learningoriented assessment practice which has been actively resisted by the Irish post-primary teacher unions through their insistence that a centralized, externally-conducted assessment at this early stage of post-primary education is preferable to school-based, teacher-led assessments.
Recent research on assessment in Ireland
Looney and Klenowski (2008) argue that the focus in Ireland has been on curriculumrather than assessment-led reform as a driver of change in education. Since then, Irish assessment-related research has explored the enactment of assessment for learning (Lysaght, 2015) , high-stakes tests in Ireland (Elwood, Hopfenbeck, & Baird 2017) , the impact of the OECD Programme for International Student Assessment (PISA) results on
Conclusion
The launch of the 2012 Framework for Junior Cycle contained the seeds of a dispute which has continued to confound the junior cycle reform agenda to the present day. The enduring point of contention has been assessment change. Given that assessment was such a significant lever for change in the preceding years, it is not surprising that reform in the area attracted and continues to attract such attention. Trade union opposition, which in subsequent years aggregated to itself other curriculum and non-curriculum issues and industrial relations concerns, effectively applied a compelling brake to the reform process. Change has continued but it has been contested at every point, initially
by both unions and latterly by one. It is not difficult to characterise the exchanges that followed as a struggle between competing perspectives on rights and responsibilities when it came to describing what students should learn and by extension, what schools and teachers should teach.
